This article examines the rise of ''test-optional'' college admissions policies since the 1990s. I argue that the rationalization of college admissions policies after World War II contributed to the rise of ''meritocratic'' stratification (in policy) and standardized tests, like the SAT, but it also led to the expansion and legitimation of the roles of student and school personhood in the admissions process. Schools more committed to enlarged conceptions of student personhood are more likely to adopt a test-optional policy, in order to recruit students who fit the distinctive characteristics of their school identity. To test the argument, I use a comprehensive data set of 1,640 colleges and universities in the United States and discretetime event history models from 1987 to 2015. I also assess alternative arguments that emphasize economic or prestige-driven motives. Liberal arts colleges and schools committed to several dimensions of student personhood are more likely to adopt test-optional policies, net of other factors.
universities that previously required standardized test scores for admission had explicitly adopted this policy by 2015 (author's calculation). A few aspects of this trend toward test-optional admissions policies are sociologically significant and puzzling. First, standardized tests, like the SAT, are the only nationally standardized measures that admissions officers can use to evaluate students academically. In a decentralized and informally unequal secondary education system, such as that of the United States, abandoning standardized test scores eliminates the only criterion that colleges can use to consistently evaluate all applicants. Second, the act of removing standardized test scores, especially during a period of consistently expanding enrollments in higher education (Snyder and Dillow 2013) , creates a significant burden for admissions officers by sacrificing efficiency in the selection process. Admissions officers must instead rely on less efficient and more subjective criteria to sort and select applicants (Allman 2012) . This trend therefore suggests that an increasing number of schools are opting for a conspicuously less efficient organizational practice. Third, the SAT has been criticized for decades, even during its period of expansion, and these criticisms were often similar in substance to the criticisms found today. Bowdoin College, one of the first colleges to abandon the SAT as a mandatory admissions criterion, did so in 1969. Yet, as my analyses will show, the trend toward testoptional college admissions policies has grown only since the 1990s and early 2000s. Finally, among the more selective colleges and universities, the relative weight of the SAT in the overall admissions process increased during the 1980s and 1990s (Alon and Tienda 2007) . Thus, standardized tests, like the SAT, seem to be declining in importance for some schools while becoming increasingly important to others.
Given these observations, why are schools increasingly abandoning standardized tests, like the SAT, in their college admissions practices? My argument emphasizes how macrolevel historical changes in higher education contribute to changes in admissions policies over time. In particular, changing conceptions of higher education and its role in society after World War II led to the rationalization of admissions processes and the rise of meritocratic selection of students, but these ideas also contributed to expanded conceptions of ''student personhood'' among some schools, that is, an image of empowered individuals who possess equal and legitimate needs, rights, and abilities to act in agentic ways. As a result, the admissions process evaluates students as diffuse selves who possess unique and distinctive characteristics. These more diffuse conceptions of students and their abilities problematize the attempt to stratify and select students using standardized and unidimensional criteria, like standardized test scores, which identify students as indistinct entities in a uniform process.
These commitments to student personhood are associated with appeals to school personhood. In a field characterized by widening school-level stratification by academic selectivity and increasing competitive pressures to survive over the past 60 years (Hoxby 2009 ), colleges and universities committed to expanded notions of student personhood can legitimate abandoning standardized test score requirements by emphasizing the distinctive features of their identities (cf. Clark 1970 Clark , 1972 . Schools can also point to the ''holistic'' and ''personalized'' approaches to the admissions process they use to recruit and admit students who fit these identities. As a result, a growing number of schools that are more committed to these distinctive conceptions of school and student personhood are able to opt out of using standardized test scores as mandatory admissions criteria.
The intended theoretical contribution of this argument is to link macrolevel changes in the institutional environment of higher education in the United States to parallel changes in college admissions policies, and to systematically analyze these changes in admissions policies across the broader population of four-year colleges and universities in the United States. Existing research on higher-education admissions processes tends to focus on historical changes among a handful of highly selective schools (e.g., Karabel 2005; Soares 2007; Wechsler 1977) or assess crosssectional qualitative data from a limited number of institutions (e.g., Douglass 2007; Killgore 2009; Stevens 2007) . Most studies specific to the decline of the SAT are limited to policy evaluations of the test (or the effects of its nonuse) on individual-or school-level outcomes within a small set of schools (e.g., Belasco, Rosinger, and Hearn 2015; Hiss and Franks 2014; Rothstein 2004; Soares 2012) , and this literature does not examine where these changes occurred in the broader population of U.S. colleges and universities. The analyses also assess the role of economic or prestige-driven motives in shaping the adoption of testoptional admissions policies.
BACKGROUND

Rationalization of College Admissions Policies and the Rise of Meritocratic Stratification
Following World War II, changes in conceptions of higher education's role in society (Schofer and Meyer 2005) contributed to the growing rationalization of college admissions processes. Rationalization can be broadly understood as the development of formal and calculable processes to admit students as a means toward fulfilling more general cultural ideals of justice or progress (Meyer, Boli, and Thomas 1987) . In response to rising enrollments and increases in labor required to sort and select students, schools began to adopt specialized positions for admissions directors and officers that allowed them to craft student classes more efficiently and consistently and develop standardized admission standards, including the use of standardized admissions tests, like the SAT and ACT (Miyahara 1995; Robertson 1990 ). The number of colleges requiring the SAT rose from 143 in 1955 to 1,839 by 1990 (Hoxby 2009 ). Admissions tests like the ACT, invented in 1959, experienced similar levels of growth: according to the ACT (2009), the number of schools using the ACT increased from 299 in 1959 to 1,425 by 1967.
These meritocratic selection processes are somewhat recent developments. Prior to World War II, most schools were not academically selective, and concerns about meritocracy were much less relevant. Admissions processes were conducted by faculty and school administrators through somewhat informal processes; students were primarily recruited locally and could even be admitted after the school year started (Thelin 2011; Wechsler 1977) . In this context, a meritocratic admissions process refers to the sorting and selection of students in a selective admissions process based on criteria of ''merit'' as opposed to ''open'' or nonselective admissions policies (cf. Karabel 1972; Wechsler 1977) . School-level stratification by academic selectivity is also a relatively recent phenomenon. As Hoxby (2009:99) (Hoxby 2009:95) .
EXPLAINING THE RISE OF TEST-OPTIONAL ADMISSIONS POLICIES
Student/School Personhood in College Admissions
The rationalization of college admissions policies around the individual leads to ''meritocratic'' conceptions of selection, but this process also contributes to the construction of a more general ontology of expanded and legitimate individual personhood (Frank and Meyer 2002; Meyer et al. 1987) . Rationalization, with the cultural ideals of equal opportunity and meritocracy as ends to be pursued, requires specification of the units within a system (and their appropriate dimensions) upon which opportunities are allocated. Following the logic of this macrolevel argument, the rationalization of institutions in society (with individuals as primary entities) leads to an expanded individual role structure and confers greater authority to individual tastes, preferences, and specialized identity claims that become increasingly viewed as equal (Frank and Meyer 2002) . Under this expanded notion of personhood, students are conceived as active learners with a broad set of rights, abilities, and capacities for self-expression (Bromley, Meyer, and Ramirez 2011; Frank and Meyer 2007a) .
This expanded rationalized ontology develops more concretely in several ways across U.S. colleges and universities, through the development of norms of personhood in the institutional environment that exist beside more unidimensional and standardized norms of meritocratic stratification. In the realm of admissions, schools became increasingly invested in creating diverse student populations as they developed a more inclusive logic of admission to recognize and include formerly ineligible applicants. A broad set of colleges and universities began to assess students ''holistically'' based on their personal qualities (e.g., special talents, personality traits, extracurricular activities) in addition to their academic abilities (Killgore 2009 ).
1 Pluralistic conceptions of intelligence were developed to attack the assumption of a unidimensional measure of ''native intelligence'' found in traditional forms of the SAT; these conceptions contributed to appeals to alternative forms of assessment and enlarged notions of ability (Fetter 1995; Gardner 1983) . Students were increasingly empowered to choose how to present themselves in the admissions process and were encouraged to submit a variety of materials that they thought most strongly reflected their academic capabilities. Worcester Polytechnic Institute, for example, has implemented a Flex Path admissions track that asks for ''examples of academic work or extracurricular projects that reflect a high level of organization, motivation, creativity and problem-solving ability''; this package can include ''written descriptions of science projects, research papers, overview of leadership experiences, entrepreneurial activities, robotics or other mechanical design concepts, Eagle Scout projects, Gold Award projects, summer program experiences, portfolios, [or] inventions '' (Worcester Polytechnic Institute 2015) .
Beyond admissions, the legitimating ideology of student personhood is incorporated into a variety of other dimensions of the university. For example, in many schools, students are able to design their own majors to create a more ''individualized'' curriculum that fits their specific interests (Frank and Meyer 2007b) . Commitments to expanded conceptions of student personhood have also shaped universities' organizational structure, through the adoption of diversity offices and student services offices that support the needs and preferences of increasingly diverse and empowered student populations (Ramirez 2016) . Students' capacities to organize, as empowered individuals, are also reflected in the proliferation of student organizations on campus; these organizations' platforms often reflect the distinctive identity claims or equal legitimate preferences that students possess (Frank and Meyer 2007b; Meyer and Bromley 2013) .
This trend toward student personhood complements the cultivation of personhood at the school level and the development of colleges and universities as ''organizational actors'' (Ramirez 2006) . The rationalization of college admissions policies led schools to become stratified by academic selectivity over time, and conceptions of school status in higher education became increasingly dominated by unidimensional and standardized indicators of academic selectivity, like test scores (Webster 2001) . As schools became increasingly unequal in academic selectivity and resources (Hoxby 2009 ), colleges and universities had strong motives to deviate from this rigid status order and proactively distinguish themselves through diffuse and expressive notions of school personhood, including reactions against the use of standardized test scores in admissions.
These pressures from the organizational environment shape admissions policies by encouraging the adoption of criteria that target students with qualities that fit a distinctive school identity (cf. Clark 1970) , rather than relying on impersonal and standardized criteria, like test scores. For example, Clark University's (2017b) admissions website states,
We offer a liberal education in a dynamic urban environment and are looking for creative individuals who think deeper, accept differences and challenge the norm to successfully become part of our local and global community. We're interested in more than just test scores, and our Admissions Committee wants to get to know you as [a] complete, holistic candidate.
Clark's ''About'' webpage ties these admissions practices to the unique qualities of the school, stating that Clark offers a ''transformative educational model [that] profoundly strengthens students' abilit[ies] to transition out of college and into the world'' [emphasis added], with ''innovative programs [that place it] on the leading edge of higher education'' and also ''cultivates the many characteristics that distinguishes [Clark] from more conventional universities'' (Clark University 2017a).
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In this way, commitments to both student-and school-level personhood are complementary, and colleges and universities that are more committed to these diffuse conceptions of student personhood are more likely to adopt a test-optional admissions policy. The notion of school personhood leads schools to make organizational identity claims that parallel changing conceptions of student personhood over time. For students, expanded conceptions of personhood mean their distinctive characteristics are increasingly legitimated in the admissions process, and their talents and capabilities are not merely reducible to unidimensional criteria, like standardized test scores. For schools, expanded conceptions of personhood are also a product of the rationalization processes described earlier: colleges and universities become ''organizational actors'' with explicit goals (in the form of mission statements or strategic action plans) and agentic decision-making capacities (Krucken and Meier 2006) . Specific types of schools (as I will discuss) can legitimate the elimination of test scores as mandatory admissions criteria by emphasizing how their more individualized admissions policies fit their distinctive school characteristics, which are not reducible to unidimensional notions of academic selectivity.
Organizational identity claims are important to the legitimation of test-optional admissions policies: these more general assertions of the importance of student personhood, which can themselves be strategically deployed for legitimating purposes, enable schools to implement such a policy. The adoption of a test-optional admissions policy may undoubtedly serve other strategic or self-serving goals, but to be considered legitimate, the policy must fit an organizational identity that reflects preexisting commitments to student personhood (see Carroll and Swaminathan's [2000] discussion of microbreweries). For example, as I will argue, liberal arts colleges are especially likely to appeal to more unique and diffuse student and school qualities.
Empirical Implications
The macrolevel argument presented earlier suggests several concrete empirical implications. First, private colleges or universities are more likely to adopt test-optional admissions policies. As Labaree (2013:49) notes, private schools face greater competitive pressures than do public schools to ''attract and retain students, position themselves in relation to the competitors, [and] adapt to changes in consumer demand and social conditions.'' As a result, private schools are expected to distinguish themselves from their competitors by displaying more distinctive characteristics of school personhood as part of their ''charter'' (Meyer 1977) and to adopt admissions criteria, like test-optional admissions policies, that appeal to more diffuse qualities of individual personhood that fit a school's unique characteristics.
Second, liberal arts colleges are more likely to adopt a test-optional admissions policy. The ideals of a liberal arts education emphasize the importance of developing a broad range of intellectual knowledge and thinking capacities, rather than the pursuit of education for professional, economic, or vocational purposes (Engell 2015) . These ideals emphasize the underlying importance of the individual in the educational process, and they make liberal arts colleges especially committed to distinctive notions of school personhood (Clark 1970) : the individual student is expected to develop holistically in the process of learning from a breadth of disciplines, and the educational process itself is expected to be personalized and interactive.
Third, schools already committed to notions of student personhood in the admissions process, as well as in other areas of academic life, are more likely to adopt a test-optional admissions policy. Many schools consider and assess students' personal qualities through criteria like college essays, personal interviews, teacher recommendations, or student involvement in extracurricular activities. These considerations reflect commitments to enlarged conceptions of ability and dimensions of student personhood beyond the use of standardized test scores. Schools that provide students with the option to develop self-designed majors are also more committed to expanded notions of student personhood.
Alternative Explanations
While the primary argument of this paper emphasizes how colleges and universities adopt admissions policies that conform to legitimating ideologies of personhood in a broader institutional environment, it is clear that admissions policies are determined by complex strategic decisionmaking processes that incorporate a variety of different kinds of motives.
For example, colleges and universities are resource-dependent organizations (Pfeffer and Salancik 1978) , and studies of strategic organizational change suggest that schools may be motivated to adopt test-optional policies to improve their revenue streams (e.g., Kraatz and Zajac 1996) . Private schools and liberal arts colleges, in particular, may be especially vulnerable to shrinking applicant pools and the economic consequences for their survival. Standardized test scores may prevent these schools from attracting or admitting wealthier applicants, that is, students who are more likely to participate in extracurricular activities that are characteristic of enlarged conceptions of personhood (Lareau 2011) . Schools with smaller endowments (proportional to their undergraduate populations) or that rely more strongly on tuition as a revenue source, for example, may be more likely to adopt test-optional admissions policies.
A second alternative explanation suggests that schools that adopt test-optional admissions policies may be strictly motivated by prestige-driven intentions to improve their status or selectivity. In the highly competitive organizational environment of higher education, test-optional admissions policies allow colleges and universities to increase the size of their applicant pools, which (in theory) allows them to reject a greater number of applicants and lower their acceptance rates. Moreover, students with poor standardized test scores do not report these scores to colleges, which allows schools to report higher average test scores and improve their standing in rankings, like the U.S. News and World Report (Epstein 2009; Robinson and Monks 2005) . Belasco and colleagues (2015) empirically explore this argument in a wide set of liberal arts colleges; they find that colleges that adopted test-optional policies improved their perceived selectivity and reported SAT scores. Following the logic of this argument, schools with unfavorable acceptance or yield rates may be more likely to adopt test-optional admissions policies.
The analyses draw on indicators used in prior studies of organizational change in higher education (e.g., Zajac 1996, 2001 ) to account for these alternative arguments. The main argument of this article does not preclude the strategic or self-serving motives that colleges or universities have for adopting this policy, and it does not claim that schools committed to notions of student/school personhood are not also being strategic in deploying these commitments. Instead, I emphasize that a theory of these changes in admissions policies must link this change to macrolevel historical changes in the broader institutional context that make these admissions policies possible. Moreover, these changes cannot be fully understood by explanations that account only for motives based on a school's economic needs or efforts to improve their institutional reputations.
DATA
Data Sources
To quantitatively assess changes in the use of standardized tests in college admissions policies over time more systematically, I draw on several sources, some uniquely constructed, that were compiled to create a comprehensive data set on higher education in the United States. My primary source of data on school-level characteristics and admissions policies is the College Board's (1987 Annual Survey of Colleges (ASC), a quantitative survey collected annually from 1987 to 2015 and designed to gather data from every accredited four-year college and university in the United States. These data were collected yearly through repeated surveys, and they include school-level variables on general institutional characteristics, student enrollment and demographic composition, completion rates, student services, and admissions policies. I use supplementary school-level data from the Integrated Postsecondary Education Data System (IPEDS; U.S. Department of Education 1987-2014), a quantitative survey conducted annually through the National Center for Education Statistics from 1987 to 2014, to extend or corroborate the College Board's ASC data on school-level characteristics (when comprehensive data on admissions policies and financial characteristics are available).
Sample/Risk Set
The final sample is restricted to public and private four-year colleges and universities in the United States that do not have open admissions policies. 3 I exclude schools considered ''special'' programs (according to Barron's selectivity ratings, discussed more below) from the analysis. The risk set for the discrete-time event history analysis includes the four-year colleges and universities in the sample that required standardized test scores as a formal criterion of admission for at least two years at any point in time. These data are structured by school-years, where the discrete-time period is the school-year, for a total of 29 years of data. A total of 40,827 school-years are reported in the data from 1987 to 2015. The risk set includes 1,640 colleges and universities; 4 165 schools (10 percent) exit the data set within the observation period reported. An average of 13.99 school-year observations are reported in the risk set.
VARIABLES
Dependent Variable
A test-optional admissions policy refers to a college admissions policy that does not require the substantial majority of its student applicants to submit a standardized test score in order to be admitted.
5 I code this measure as a dichotomous variable, where 1 indicates the presence of the policy and 0 indicates the absence of the policy. A school is considered to have adopted a testoptional admissions policy if it required standardized test scores as a formal criterion of admission for at least two consecutive years and subsequently has not required standardized test scores for at least two consecutive years. Among these schools, the first year that a school does not require a standardized test score for admission is considered the year of adoption. 6 To construct this variable, I first identified standardized test score admissions requirements for each school using the ASC and IPEDS data sets. Given the low levels of overlap in both data sets (attributable to varying levels of data quality), I took additional steps to confirm the validity of the data. I verified every college or university identified as having adopted a test-optional admissions policy (by either or both data sets) with the school's admissions office or website (provided in the data) and incorporated this into the coding scheme. I also verified the year of adoption if it was available from these sources. Where additional data on the adoption of test-optional admissions policies were available from organizations like FairTest (in more recent years), I crosschecked the year of adoption and existence of a test-optional admissions policy. I identified the year of adoption for each adopting school in the analysis using ASC data. In cases where several branch campuses of the same university adopted a test-optional admissions policy during a particular year, only the main campus is treated as having adopted the policy.
Student/School Personhood Variables
Private college/university is a dichotomous variable indicating whether a school is a private nonprofit or proprietary school. Liberal arts college is a dichotomous variable indicating whether a school is considered a liberal arts college, as reported by the school.
I capture a school's commitment to notions of student personhood through five separate variables related to this underlying concept (values for each variable are self-reported by schools in the ASC data): (1) an ordinal variable indicating the importance of a student's essay in the admissions process, (2) an ordinal variable indicating the importance of a student's ''special talents or abilities'' in the admissions process, (3) an ordinal variable indicating the importance of a student's recommendation letters in the admissions process, (4) an ordinal variable indicating the importance of a student's school or community activities in the admissions process, and (5) a dichotomous variable indicating whether students are able to design their own majors outside of available options provided by the college or university. Ordinal variables are measured on the following scale: 1 indicates that a criterion is ''not considered,'' 2 indicates that the criterion is ''considered,'' 3 indicates that the criterion is ''important,'' and 4 indicates that the criterion is ''very important.'' Each variable is lagged by four years; lagging these measures allows the models presented here to identify a temporal order more consistent with causal claims. In the models presented below, I added the z scores of these five indicators to create a composite index that reflects a general commitment to student personhood (this index has a Cronbach's alpha of .75).
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Institutional Reputation and Economic Need Variables
Indicators of institutional reputation. Drawing on prior studies of strategic change in higher education (e.g., Kraatz and Zajac 2001) , I include several indicators of a college or university's reputation. I measure school selectivity using Barron's selectivity ratings, an ordinal variable derived from a composite of median entrance examination scores, student class ranks, and grade point averages of incoming students, as well as the college's overall acceptance rate (Barron's Educational Series 1986 . This rating scale includes six categories: most competitive, highly competitive, very competitive, competitive, less competitive, and noncompetitive. I collected and coded data manually from hard copies of Barron's Profiles of American Colleges, published biennially from 1986 to 2014. For odd-numbered years in the data, I imputed values for the previous year.
A school's percentage of out-of-state undergraduate students reflects the scope of a college or university's applicant pool and overall recognition within the United States. The acceptance rate captures the desirability of attendance. An additional dichotomous variable captures a school's worsening acceptance rate over time; this variable identifies schools that experience four or more consecutive years of an increase in their acceptance rate. A dichotomous variable that identifies whether a school offers athletic scholarships reflects the possibility that schools able to recruit stronger athletic teams may be more appealing to applicants (Lifschitz, Sauder, and Stevens 2014) , and more lenient admissions criteria may allow them to recruit athletes with stronger grades and lower test scores. Finally, an additional set of variables captures a school's admissions yield rate, which reflects how willing students are to attend a school after they have been accepted (total freshmen enrolled / total freshmen accepted), as well as a worsening yield rate over time (measured similarly as the variable for a worsening acceptance rate). The variables that do not already reflect changes over time are lagged by four years, to reflect the temporal process of how these factors may affect changes in admissions policies.
Indicators of economic need. Following prior literature, I measure a college or university's financial health as the logged value of a school's financial endowment assets per full-time undergraduate enrolled (FTE) (financial endowment / FTE) (Kraatz and Zajac 1996) . I include the proportion of a school's revenue covered by tuition (tuition revenue / total revenue) as a measure of a school's economic dependence on the revenue it receives from enrolled students. A variable that captures the percentage of first-year students given the full amount of financial aid they require indicates a school's financial capacity to support students. Finally, I took the average unemployment rate in a given year from the U.S. Bureau of Labor Statistics and include it as a general indicator of the state of the economy (higher unemployment rates might indicate greater difficulties for private colleges and universities in recruiting students due to their higher tuition rates compared to public schools) (U.S. Department of Labor 2016).
Additional controls. Drawing on the diffusion literature in organizational theory (e.g., Strang and Soule 1998), I include several additional control variables. I use age and size of the college/ university (time varying) to reflect the possibility that older organizations are more resistant to change (Hannan and Freeman 1984) and that larger colleges or universities may be more averse to adopting a less efficient admissions policy. I measure a school's size as its full-time undergraduate enrollment (logged). I also include a dichotomous variable that indicates a school's geographic location in the Northeast region (in the New England or Mid-Atlantic regions). Given that the testoptional movement developed particularly in reaction to the use of the SAT as a mandatory admissions criterion (see Schudson 1972; Soares 2012) , colleges and universities in the region where the College Board and the SAT have been the most influential may be more likely to adopt testoptional admissions policies. Finally, the influence of other colleges and universities on, and the time dependence of, the overall diffusion of test-optional admissions policies is captured by the cumulative number of prior adopters of a test-optional admissions policy in a given year. I also include the cumulative number of prior adopters within the same state as a given school, given the potential importance of spatially proximate adopters on a school's decision to adopt a policy (cf. Renzulli and Roscigno 2005 on charter school policies).
Appendix Table A1 reports descriptive statistics for the covariates used in the models estimated; Appendix Table A2 reports descriptive statistics for schools that have adopted a test-optional admissions policy (in the year of adoption; available in the online version of the article).
METHODS
I estimate hazard rates of the adoption of testoptional admissions policies using a logit model for discrete-time event history analysis (Allison 2014) . The model takes the following form:
where P indicates the conditional probability that school i experiences an event at time t, a t indicates the baseline hazard rate of the event occurring at time t, and x is a vector of covariates (both time varying and time invariant). The discrete-time logit model assumes that the hazard rate is constant over time, and it is typically used when event data are collected over fixed time intervals (BoxSteffensmeier and Jones 2004). presents the integrated hazard rate of policy adoption separately for public and private colleges and universities; these trends reflect the cumulative hazard of adopting the policy at a given point in time, given that the policy has not yet been adopted. As my argument expects, the cumulative hazard is much higher among private schools.
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The differences between these types of schools became more pronounced after 2005. The trend for public colleges/universities, however, remains relatively flat over time. Figure 3 depicts average scores of the personhood index from 1987 to 2015 and how they vary between colleges and universities that have (or have not) adopted a test-optional admissions policy at some point during this time period. These trends suggest substantial and sustained differences over time, depending on whether a school has adopted a test-optional admissions policy. Figure 4 presents aggregated data on how average personhood scores differ according to a school's relative acceptance rate. In this figure, the x-axis (acceptance rate percentile) is a percentile distribution, where the 1st percentile includes the least selective schools in the sample, and the 100th percentile includes the most selective schools. A clear pattern emerges: a school's emphasis on personhood differs dramatically at the tails of the distribution. Schools in the top 15 percent of the distribution (i.e., schools with an acceptance rate lower than 50 percent) are much more likely to emphasize the importance of student personhood in their admissions policies, whereas schools in the bottom 15 percent of the distribution (i.e., schools with an acceptance rate higher than 85 percent) are much less likely to consider student personhood in the student selection process. There is surprisingly little variation, however, between the 15th and 85th percentiles of selectivity. Table 1 presents a series of discrete-time logit models that include the independent and control variables specified above. Models 1, 2, and 3 present each indicator of personhood separately (to avoid competing effects between independent variables), and Model 4 considers the effects of each indicator when they are estimated together in the same models. The results suggest that the probability of adopting a test-optional admissions policy is positively and significantly predicted by liberal arts colleges (p \ .01) and the index of personhood indicators (p \ .001). These effects exist net of a wide array of other characteristics and even when all variables are included together in the same model. Surprisingly, the effect of being a private school does not significantly predict whether a school will adopt a test-optional admissions policy. This is the least direct indicator of a college/university's commitment to school or student personhood, but these results suggest that the substantial descriptive differences between public and private schools identified in Figure 2 are explained by the additional variables included in the models. Table 2 includes the same series of models but restricts the sample to private colleges and universities, given that most of the schools that have adopted this policy are in the private sector. The results are similarly strong and consistent across all models.
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The most competitive schools are much less likely to adopt a test-optional policy, whereas ''highly competitive'' schools are more likely to adopt the policy. External pressures to survive are much less urgent among the most competitive schools, and their students' average scores present a significant advantage to them in maintaining their relative status in ranking systems. Schools in the tier of selectivity directly under this (i.e., ''highly competitive'' schools), however, are more likely to encounter competitive pressures due to widening school-level stratification by selectivity over time and, as Figure 4 indicates, are also more likely to be committed to distinctive conceptions of student personhood in the college admissions process that are not fully captured in the indicators used in the models estimated here. To some extent, these findings provide indirect support for the personhood argument advanced here, while also providing limited support for explanations that emphasize the importance of school prestige as a driving factor. Counter to prestige-driven explanations, however, the least competitive schools are not more likely to adopt a test-optional policy.
My results provide limited support for alternative explanations that emphasize the importance of institutional reputation or economic-driven motives. In particular, a school's yield rate is negatively and significantly associated with the likelihood of adopting a test-optional admissions policy across all models estimated (p \ .001), and schools that experience a worsening acceptance rate in four consecutive years are also more likely to adopt the policy (p \ .05), net of all other institutional characteristics. To some degree, colleges Note: Acceptance rate percentile refers to a percentile distribution; the 100th percentile includes the least selective schools in the sample, and the 1st percentile includes the most selective schools in the sample. Schools in the 10th percentile of the distribution have an average acceptance rate of 44.7 percent, while schools in the 90th percentile of the distribution have an average acceptance rate of 89.3 percent. Data are aggregated from 1987 to 2015. Source: Annual Survey of Colleges (College Board 1987 . and universities that adopt test-optional admissions policies may be attempting to improve their ability to attract more students. It is striking, however, that a school's percentage of out-of-state students (an indicator of its national recognition) is positively and significantly associated with the likelihood of adopting a test-optional admissions policy. This result is especially surprising given the purported function of standardized tests to assist admissions officers in evaluating students from high schools that might be relatively unknown to them. These colleges are discarding standardized test scores in spite of the fact that their admissions offices are, in all likelihood, more uncertain of how reliably a student's grades and courses capture their academic abilities (given that colleges are less likely, in general, to have strong relationships with nonlocal high schools or understand the specifics of their curricula and evaluation metrics). The size of a school's endowment (relative to its student population) is also positively associated with adopting a test-optional admissions policy. These findings do not conform to hypotheses that schools are adopting test-optional admissions policies for strategic reasons, but they may point to other conditions that shape this overall trend. For example, adopting a test-optional admissions policy may entail certain risks, given that students admitted under such a policy may have more financial needs or may not be as academically strong. These risks can be borne only by more financially secure schools (cf. Kraatz and Zajac 2001). 11 Unsurprisingly, the control variables that capture whether a school is located in the Northeast, the cumulative number of prior adopters of the policy in a given year, and the size of the undergraduate population are also strongly positively associated with the adoption of test-optional admissions policies. As noted earlier, the broader movement toward test-optional admissions policies developed from criticisms of the SAT as an unreliable measure of a student's potential academic performance in college (e.g., Soares 2012), and the SAT has historically been used more widely in the Northeast. Given this, colleges and universities that opt out of using the SAT as an admissions criterion are more likely to be in the region where it is most prevalently used. As more colleges and universities adopt test-optional admissions policies, the policy should be considered more legitimate and lead to higher overall rates of adoption. Only the national number of cumulative adopters in a given year (and not the cumulative number of adopters in a given state), however, is significant. Finally, colleges and universities with larger undergraduate student populations may perceive greater difficulties in abandoning standardized test scores in the college admissions process, given that they need an efficient way to stratify and select a large number of students for admission. Index is a composite measure of the following indicators: the existence of a student-designed major, importance of the essay, importance of special talents, importance of recommendations, and the importance of school activities in the college admissions process c Variable captures whether a college/university's acceptance or yield rate declined for four years in a row. d Observations in the noncompetitive category predict the occurrence of the event perfectly; they are dropped from the models by Stata. y p \ .10. *p \ .05. **p \ .01. ***p \ .001. Source: Annual Survey of Colleges (College Board 1987 , Integrated Postsecondary Education Data System (U.S. Index is a composite measure of the following indicators: the existence of a student-designed major, importance of the essay, importance of special talents, importance of recommendations, and the importance of school activities in the college admissions process.
c Variable captures whether a college/university's acceptance or yield rate declined for four years in a row. d Observations in the noncompetitive category predict the occurrence of the event perfectly; they are dropped from the models by Stata. y p \ .10. *p \ .05. **p \ .01. ***p \ .001.
DISCUSSION
I argued that the rationalization of college admissions policies after World War II and widening school-level stratification by academic selectivity have led to more distinctive conceptions of student personhood in the college admissions process, and school personhood more generally, among colleges and universities in the United States. Colleges and universities with stronger commitments to these more distinctive conceptions of school and student personhood, I argue, are more likely to adopt testoptional admissions policies because they are able to legitimate this policy with reference to distinctive organizational identity claims. My findings also suggest that other economic/prestige-driven motives, especially related to a school's yield rate or changes in its acceptance rate, influence school decisions to adopt this policy.
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The foregoing discussion suggests a tension between conceptions of the individual/organization as a unit within a standardized and stratified system and conceptions of the individual/organization as an actor with legitimate personhood. The first view of the individual/organization, especially pertinent to notions of meritocratic stratification in the college admissions process, holds that the individual/organization is a well-specified unit in a constructed status order that can be ranked and stratified along a few dimensions (Meyer et al. 1987) . This underlying conception of the individual/organization is an important component of a rationalized admissions process, particularly because it specifies and defines the dimensions of the individual relevant to this ideal of meritocracy. The second view of the individual/ organization as an actor with legitimate personhood, by contrast, holds that the individual/organization can also possess and express legitimate talents, preferences, and identity claims (Frank and Meyer 2002) . Individuals/organizations are not reducible to indistinct entities in a standardized process here but are instead conceived as actors who possess equal rights and unique talents and capacities. Under this second view, the idea of academic potential cannot be reduced to a single, standardized dimension. A ''test-optional'' admissions policy (as opposed to ''test-blind'' policies, where standardized test scores are not considered at all 14 ) entails a compromise between these competing notions of the individual, while also accommodating students' abilities to choose: standardized test scores are still considered in the admissions process if they are submitted, but students may decide whether to submit them. 15 This trend in test-optional admissions policies has been supported by several prominent critics of the SAT as a metric of rationalized fairness. Richard Atkinson (former president of the University of California) proposed eliminating the SAT Reasoning Test as a mandatory admissions criterion (Atkinson and Geiser 2012) , and the National Association of College Admissions Counselors (2008:7) issued a statement that standardized test scores ''may not be critical to making good admissions decisions at many of the colleges and universities that use them'' (see also Geiser and Santelices 2007; Geiser and Studley 2002; Soares 2012) . These criticisms have undoubtedly played an important role in contributing to the more general trend toward test-optional admissions policies over the past several years, but criticisms of the test's cultural and racial biases, lack of predictive power, and inability to measure an individual student's intelligence were generally well known for several decades prior to the takeoff of the trend captured here (e.g., Crouse and Trusheim 1988; Nairn and Associates 1980; Slack and Porter 1980) . For example, Bowdoin College was one of the first colleges to adopt a test-optional admissions policy in 1969, claiming that the tests ''tend to work in favor of the more advantaged elements of our society, while handicapping others'' (quoted in Schudson 1972:68) . Thus, these more recent criticisms, although important, cannot sufficiently explain the empirical patterns observed here. In a similar manner, explanations that emphasize only economic/reputation-based motives cannot entirely explain these findings.
Two caveats of this study must be addressed. First, the data presented here capture the early stages of the trend: only 10 percent of schools in the risk set had adopted a test-optional admissions policy by 2015. The macrolevel argument of this article emphasizes that the legitimating conceptions of ''personhood'' in the institutional environment continue to compete with ''meritocratic'' norms of student selection that rely on standardized and unidimensional measures of academic ability. Public universities, in particular, are more constrained in the choices they make about their admissions policies: they must ''serve the constituents of the state that have chartered, funded, and regulated their establishment and development,'' and they are accountable to several public sources of authority, including state lawmakers, courts, and public opinion (Douglass 2007:8-9) . Because of this, they are compelled to provide transparent and unambiguous admissions criteria, like standardized test scores, that in theory provide equitable access to its constituents, in order to maintain their legitimacy in response to pressures from the institutional environment.
Most public schools do not include elaborate descriptions of the kind of student they recruitdescriptions that are common among private schools. At San Jose State University, for example, the admissions process entails a ''Minimum Eligibility Index'' constructed through a combination of grades and standardized test scores. According to San Jose State's website, this is calculated as ''SAT (sum of scores in mathematics and critical reading) 1 (800 3 high school grade point average)'' for SAT scores and ''(10 3 ACT composite score without the writing score) 1 (200 3 high school grade point average)'' for ACT scores (San Jose State University 2015). In some cases, conceptions of meritocracy and personhood exist in greater tension. For example, the admissions website of the University of North Carolina-Chapel Hill (2015) describes how it reviews standardized test scores through a metaphor:
If your application were a novel, your test scores might be the short blurb on the cover, written by a literary critic you've never met. You know the type: ''A terrific page-turner!'' or ''Does not live up to the author's potential.'' These may be valid statements, or they may not, but they definitely don't tell the whole story.
The University of North Carolina and a few other public universities across the country incorporate the language of ''holistic'' or ''individualized'' review in their descriptions of the selection process, and suggest that standardized test scores are only one of several criteria considered in the admissions process. Test scores, however, continue to be an explicit requirement for admission to these schools.
As a second caveat, this study emphasizes changes in policy, rather than changes in practice, in the use of standardized test scores in admissions policies. Schools purport to have deemphasized the importance of standardized test scores for several years, but most nevertheless continue to require them in the admissions process (Hernandez 2009 ). Schools that have adopted test-optional admissions policies may continue to rely on these scores in practice, or they may acquire students' standardized test scores for recruiting purposes, even if these scores are not officially submitted (Lorin 2011) . This study does not attempt to assess the effectiveness of this policy on individual-or school-level outcomes; instead, I emphasize that the policy reflects a symbolic affirmation of specific colleges and universities to legitimating conceptions of personhood in the institutional environment.
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NOTES
1. These criteria are purported to assist admissions officers in distinguishing among students beyond grades and test scores, but they are also used as important admissions criteria in themselves (even among less selective schools). As some studies show, these criteria are formally listed even when they often have a limited impact on admissions decisions (Willingham and Breland 1982; Wing and Wallach 1971) . 2. Goucher College provides an additional example.
The school describes student selection as ''highly individualized, and members of the admissions committee pay particularly close attention not only to students' academic development, but also to their personal qualities, talents, interests, and extracurricular involvement-qualifications that may not be reflected in standardized test scores, which are optional in Goucher's admissions process '' (Goucher College 2015b) . This stylized description of the selection process complements Goucher's broader identity claims that emphasize the importance of independent and individualized study: for example, the school prominently describes itself as ''among the first in the country to introduce independent study, field work, early admissions, accelerated college programs, and individualized majors'' (Goucher College 2015a Finally, these admissions policies do not include admissions for transfer students or international students, which are often different from policies for domestic and first-time first-year students. 7. To check the robustness of this measure, I also conducted and tested factor analyses (models not shown here). A principal component analysis of these seven variables yields two factors with an eigenvalue greater than 1 (2.95 and 1.17), which accounts for 59 percent of the variance among the items. I tested both factor variables in separate models (not shown here); results were identical as when using the index described here. 8. Left-censored data, where the event of interest occurs before the first observation point, can create biases in event history models. To my knowledge, only four left-censored cases are present, with the following adoption dates: Bowdoin (1969), Bard (1970s) , Hampshire (1970), and Bates (1984) . Given that the number of left-censored cases is small, the overall analysis of the broader trend of interest will not be substantially affected. 9. In additional descriptive trends that capture the integrated hazard among liberal arts colleges (compared with non-liberal arts colleges) and by different indicators of commitments to student personhood, I find similar patterns. 10. I also tested these models in a sample restricted to public universities. The results do not indicate that public schools with stronger commitments to student/school personhood are more likely to adopt the policy, although only 15 cases had adopted the policy during the time period of the analyses. See the Discussion section for more on the barriers to the diffusion of this policy to public schools. 11. I thank an anonymous reviewer for making this point. 12. I conducted several additional analyses to assess the robustness of the models. In Appendix Table A3 (available in the online version of the article), models that separately test the effects of each indicator included in the personhood index (coded as dichotomous variables, where 1 indicates that the criterion is ''important'' or ''very important'' and 0 indicates that the criterion is ''not considered'' or ''considered'') show that nearly all are positively associated with the log rate of policy adoption and significant at the 5 or 10 percent level. These results are not affected when dichotomous variables that identify private schools and liberal arts colleges are simultaneously included in the models. Second, I also tested models with alternative lag times (two-to three-year lags); the results are nearly identical for each set of models estimated. Third, I tested a dichotomous variable that identifies whether a college or university has a vice president for enrollment management, to potentially capture additional strategic motives for adopting a test-optional admissions policy not identified by existing variables; this variable was coded by Kraatz, Ventresca, and Deng (2010 ) from 1987 to 2006 , and values from 2006 were imputed up to 2015. Results indicate that this variable is far from having a significant effect on the adoption of a test-optional admissions policy, and it only slightly weakens the significance of the findings from the ''personhood'' variables identified earlier. Fourth, I included a set of dichotomous variables that identify a school's membership in NCAA Division 1, 2, or 3 in additional analyses (using data from the Integrated Postsecondary Education Data System), to identify potential strategic motives that schools might have to improve their athletic teams. Results show no significant effects of membership in any of these categories, net of all other factors. 13. The foregoing discussion has identified economic and reputation-driven motives for adopting testoptional policies as separate from, rather than intersectional with, the role of student/school personhood. In additional analyses not shown, I estimated several models with interaction effects between the indicators of personhood and the independent variables that serve as proxies for motives of economic need and institutional reputation seeking, to test if any effects of personhood were pertinent only under certain conditions. These analyses yielded no robust or significant findings that altered the theoretical arguments of this article. As more colleges and universities begin to adopt test-optional admissions policies over time, these more situational effects may become more pronounced with larger sample sizes. 14. Very few colleges have adopted ''test-blind'' policies. Hampshire College, which adopted a test-blind admissions policy in 2014, is one notable exception to this trend. Colleges with test-blind policies are disqualified from the U.S. News and World Report's ranking scheme; this may be an additional deterrent from adopting such a policy. 15. This compromise between conceptions of meritocratic stratification and personhood also exist in other forms in higher education, for example, in the development of notions of ''inclusive excellence'' (Stevens 2007) .
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